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Introduction
American culture places great value on the learning of reading, made evident by the
numerous books, toys, and programs that are designed for preschoolers, toddlers, and even
infants to develop early reading and literacy skills. Reading, specifically decoding and word
recognition, is taught first to all children once they enter a formal school setting. Educators and
lawmakers traditionally have based reading instruction with the assumption that the
fundamentals of reading are taught and internalized by all students in the same manner and pace.
This erroneous assumption has long been debunked and great efforts and resources have been
allocated to address the existing achievement gap that persists among students from
disadvantaged or minority backgrounds (McCarty 2016).
In general, there has been a decline in the reading proficiency and levels in American
readers (Chall 1996). This decline is especially alarming in students because reading serves as a
foundational unit for all learning that leads to access to higher educational and economic
opportunities. As a result, many early intervention programs have been developed and
implemented across the country (McCarty 2016). Many of these early intervention programs,
such as Head Start, specifically target young children ranging from the age of three and
throughout their primary education years. The early intervention programs that target early
reading and literacy skills narrowly focus their instruction on basic technical literacy skills that
are extremely important for learning in all subjects (Campbell and Ramey 1995; Menzies et al.
2008). If there is a delay in acquisition of basic literacy skills, it will directly affect how a student
performs academically (Juel 1988). Early reading intervention and literacy programs provide
students with a strong foundational skill set that should inherently have a positive impact on their
academic performance. While there are many students who experience positive effects from
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these types of reading academic intervention programs, there are many others who will still
experience lagging literacy skills and deficiencies in their reading proficiency that last well into
their pre-teen and teenage years in middle school and high school (Fien et al. 2018; Gunther
2017). Deficiencies in reading proficiency and literacy skills create an achievement gap among
students that can have detrimental life-long lasting effects; the achievement gap is even greater
when considering impoverished or minority students (Leu et al. 2015).
Educators, legislators, and social activists have long debated the most efficient way
to address the high needs of students that stem from persistent inequalities in education due to
generational poverty and racism (Arnett-Hartwick and Warren 2016; Logan et al. 2012). Reading
and academic intervention programs have been implemented as a means to close the
achievement gap but these interventions and programs only remove academic barriers. Social
activists have proposed school-integrated social services as a means to remove additional barriers
that prevent students from learning (Franklin and Streeter 1995; Tyack 1992). Providing
integrated social services in conjunction with academic reading interventions should efficiently
aid in closing the achievement gap that exists from the inequalities in education. Although there
have been various reading interventions, literacy programs, and social services implemented in
American schools, the achievement gap still persists today which raises questions about the
effectiveness, implementation, and efficacy of programs that are designed to remove academic
and non-academic barriers (Menzies et al. 2008). The present study examines the effectiveness
of implementing a reading intervention in conjunction with school-integrated social services as a
means to close the achievement gap at the middle school level. This study will assess the
effectiveness of symbiotically implementing a reading and literacy program in conjunction with
integrated social services in Title I middle schools in the South Bronx in New York City and
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assess how it quantitatively impacts student performance on a standardized assessment.
Successfully and effectively addressing needs of underperforming students by removing
academic and non-academic barriers will in turn improve student performance on standardizes
testing and aid in dismantling the foundation of the long-standing achievement gap and
persisting inequity in American schools.
Inequality has persisted throughout the American education system since its inception.
Since the 1954 U.S. Supreme Court ruling in Brown v. Board of Education that desegregated
schools, there has been a conscious effort to equalize the access to educational resources that
would ensure an equitable education across the nation. Even though the official desegregation of
schools in America occurred several decades ago, its effects are still palpable today (Reardon
and Yun 2001; Saporito and Sohoni 2007). Schools and neighborhoods have remained
segregated due to redlining, self-segregation, and limited allocated resources. Even in New York
City, a world-renowned diverse metropolis, there are long-standing pockets of poverty and
clearly delineated racial and ethnic enclaves that make it one of the most segregated areas of the
country (Rosenbaum and Argeros 2005, 262).
Persistent inequalities in education and income perpetuate the unofficial segregation of
schools (Bankston III and Caldas 1997; Logan et al. 2012). Concentrations of underperforming
schools are located in areas that are primarily populated by low-income minority students
(Saporito and Sohoni 2007, 1246). Resources and funding for students and schools are allocated
according to local and federal policy, which do not provide students equitable funding and
resources. The inequity of educational access is not negligible and there is a direct correlation
between wealth, educational achievement, and graduation rates; wealthier students are more
likely to graduate than poorer students (Sauter et al. 2015). Recent studies and legislation have
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acknowledged the existence of academic and reading achievement gaps and have developed
several adaptable remedies that can help build a foundation for equity in education (Capella et al.
2008; Dupper and Poertner 1997; Leu et al. 2015, 40). In general, implementing resources of any
type must adequately and efficiently address the inequity in education that continues to
contribute to the growing achievement gap.
A method that the United States Department of Education has used to bridge the
achievement gap in underperforming schools is by identifying schools that consistently
underperformed in standardized testing and targeting deficiencies in literacy skills with academic
intervention programs. The program, Title I-- Improving the Academic Achievement of the
Disadvantaged, was first introduced in 1965 and has evolved to close “the achievement gaps
between minority and nonminority students, and between disadvantaged children and their more
advantaged peers” (US Department of Education 2004, sec.1001). This Act aimed to close the
achievement gap by providing additional funding and resources for educational institutions to
meet the needs of underperforming children. The Act identified some of the reasons for student
underperformance as poverty, disabilities, and delinquency. The administration of standardized
exams and subsequent reading levels make it possible to analyze and track foundational literacy
skills that students should obtain through schooling. Students must be able to comprehend or
make meaning of what they read, in order to succeed in academia and gain access to educational
and professional opportunities as students and as adults.
The administration of standardized exams across the nation and the subsequent tracking
of literacy skills and reading levels identified deficiencies in reading proficiency and basic
literacy skills among students (Cusick 2014). The No Child Left Behind Act, passed in 2001
with the objective to improve individual student scores, emphasized the importance of
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standardized testing and holding teachers and students accountable for achieving educational
standards (U.S. Department of Education 2002). While there is a debate around the effectiveness
and fairness of standardized testing, the scores do provide insight into lagging literacy skills and,
more importantly, the population of students who require literacy support (Arewa 1977; Lomax
et al. 1995; Newkirk, 1975; Warne et al. 2014). Overall, minority and economically
disadvantaged students disproportionately underperform on standardized reading exams.
Students who underperform at a young age will continue to do so throughout their adolescent
years when it becomes increasingly difficult to close the achievement gap between them and
their peers. The majority of reading programs, either at the private or public sector, target young
elementary-aged kids or target older high school students in need of remedial instruction and
interventions. There are not many existing middle school level reading interventions that target
the needs of students who are at a critical point in an age where they are forming their personal
and literary identities.
Additionally, the No Child Left Behind Act identified several needs and recommended
support for known barriers such as learning disabilities, lack of early literacy programs,
emotional disturbances, as well as physical and mental disabilities. However, there are many
other non-academic reasons that may explain why a student is not reading on grade level or why
they are underperforming academically. Many students who are not afflicted by the
aforementioned limitations are steadily falling behind in their literacy skills and learning in
general due to poverty and social immobility, which widens the income and achievement gap
between poor and affluent children (McCarty 2016) Additional studies have also emphasized the
significant influence that parental and peer self-expectations and beliefs on academic
achievement can have on individual student achievement (Bankston III and Caldas 1997; Halle
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et al. 1997). Students need additional non-academic supports that will enable them to attend
school and be prepared to fully function and learn in school. School integrated social services
have long been recommended as a method to address non-academic needs of impoverished
students. Integrating both academic and non-academic supports systematically in schools should
remove most learning barriers that prevent students from efficiently learning.
Many public school systems across the country have attempted to bridge the academic
gap by simultaneously addressing the academic and non-academic needs of students. Bridging
the academic achievement gap is especially important for middle school students, as their
success in middle school is heavily dependent on developed reading skills, which directly
impacts their ability to succeed in high school and beyond (Allington 2011; Juel 1988). In
response to the needs of middle school students, New York City has implemented various
academic and non-academic interventions and programs in an attempt to close the existing
achievement gap. New York City launched a literacy program called the Middle School Quality
Initiative in 2011 that targeted the varied literacy needs of its middle school population. This
program has continued to expand due to its success in increasing the reading levels of middle
school students. The Middle School Quality Initiative, or MSQI as it is commonly referred,
supports and serves persistently struggling populations in New York City, like the Bronx, in an
effort to close the achievement gap (Harvey et al. 2017). Additionally the New York City school
system has implemented integrated social services to various degrees in schools, including the
institution of community-based organizations that provide social and human services to children
and their families (NYC Community Schools n.d.). Closing the achievement gap of minority
and impoverished students requires schools to implement academic and non-academic initiatives
and programs to directly address all of the of the causes of the existing achievement gap.
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Analyzing and assessing the additional effects of integrated social services in conjunction
with an effective reading intervention program will provide a holistic analysis that directly
addresses the multi-faceted achievement gap that is prevalent across the nation. New York City
has implemented the reading intervention Middle School Quality Initiative and integrated social
services, as a means to address the high needs of Title I middle school students. The present
study will compare the performance of Tittle I middle school students who receive the MSQI
reading intervention on the New York State standardized English Language Arts Exam to Title I
middle schools students who simultaneously received the MSQI reading intervention and
integrated social services to assess the effects of implementing initiatives that address and
remove academic and non-academic barriers.
Significance of Study
Most studies of reading interventions that target deficiencies in reading and literacy skills
are usually focused on the early formative years of a child, usually between the ages of three and
ten (Allington 2011). Reading intervention programs are traditionally geared towards students in
elementary school because of the optimal time of a child’s cognitive development for the
acquisition of reading skills (Cartwright 2002; Miciak et al. 2017). The implementation of early
age reading intervention programs has addressed the needs of some students but not all (Miciak
et al. 2014). There are still many students who continue to have deficiencies in reading when
they enter middle school, and for most students this means that this deficiency will continue
throughout their educational career with detrimental lifelong effects. In general there is a lesser
number of reading and literacy interventions that are designed specifically for middle school
students (Allington 2011). This is especially alarming for students in Title I middle schools, a
government assigned label for impoverished and consistently underperforming schools. These
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students especially require additional academic and reading supports to build a foundation that
will lead to the closing of the ever-prevalent achievement gap (Sunderman and Mickelsen 2000).
Academic and non-academic programs are seldom designed specifically for the needs of
middle school children. Children in middle school face additional challenges than just lagging
foundational literacy skills and it is important to assess how those additional non-academic needs
are addressed, especially for high-needs students in Title 1 middle schools. The present study
will assess the academic impact of middle school programs that target the academic and nonacademic needs of students. Studies have established the detrimental and adverse effects that
generational poverty and institutional racism have had on the academic performance of
impoverished and minority students who also comprise a high percentage of Title I school
populations (Arnett-Hartwick and Warren 2016; McCarty 2016). In the anthropological study
conducted by Arthur Spears on the adverse effects of institutionalized racism, he emphasized
how racism is embedded into our society and structured into political, social, and economic
institutions; it is present even in the use of standardized language that is used in formal
educational settings of America (1978, 129). Logan, Minca, and Adar (2012) in their research on
inequalities in American schools identified poverty as the most significant factor that impacted
the academic performance of students and ultimately contributed to the achievement gap.
Research and legislation have recommended school based social services that provide students
with non-academic needs (Franklin and Streeter 1995). In their research of impoverished
communities and schools, Dupper and Poertner (1997) emphasized the significance of providing
adequate social services, materials, and educational resources to overcome the effects of poverty
on the overall wellness of children and their families. While many studies have focused on the
adverse effects poverty has on children in school, few have focused on how adversity can impact
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a child’s responsiveness to reading intervention programs (McCarty 2016; Tyack 1992). In
addition, fewer studies have assessed the effectiveness of non-academic student support with
reading intervention programs. Due to both the limited amount of intervention programs
designated for middle school students and the critical time period of the late formative years,
after age eleven, the present study proposes a critical analysis of an existing reading intervention
and examination of the effects integrated school-based social services can have on students
receiving reading interventions. Additionally, not many studies have assessed the effectiveness
of providing academic and non-academic support systems for academically underperforming
middle school students (Bryan 2005; Stormshak et al. 2010). The present study will analyze and
assess the symbiotic effects that the implementation of a reading intervention in conjunction with
integrated social services in schools can have on the reading levels of students according to
standardized testing. While the present study uses results from standardized testing, it
acknowledges cultural biases that are embedded into standardizing exams and utilizes the results
of standardized testing with the awareness of the substantial literature that challenges the validity
of such tests (Warne et al. 2014). The statistical analyses of standardized test results in this study
will be contextually analyzed with the anthropological research that has exposed consequences
of such biases (Arewa 1977; Supovitz and Brennan 1997). Assessing the effectiveness of
implementing both reading interventions and integrated social services using the reading levels
according to standardized scores will further reveal implications of test bias within the context of
academic and non-academic interventions.
Reading and literacy interventions have focused primarily on lagging literacy skills such
as phonemic awareness, vocabulary, fluency, and phonological awareness among others
(Allington 2011; Campbell and Ramey 1995). While literacy skills are important in an
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intervention, it is necessary for reading interventions to incorporate reading material that is
relatable for students (Gunther 2017). Many findings from previous studies have emphasized the
need to incorporate a more multicultural approach that should, in theory, encompass the needs of
all students that are reading below grade level or lagging certain literacy skills (Ladson-Billings
1995; Willis 1995). The efficiency of traditional reading and literacy interventions is mostly only
analyzed through singular performances on standardized testing and other similar systems of
measurement. This type of approach only assesses the present cognitive abilities of students who
consistently underperform in Title I schools and not the specific needs of the reading cultures
that exist at schools that educate impoverished students. It is necessary to broaden the role and
purpose of literacy and reading intervention programs, especially at the middle school level, and
incorporate a culturally relevant pedagogy to adapt to a school’s unique reading culture and to
also consider how reading interventions purpose the roles of the actors, such as the teachers,
administrators, parents and students (Ladson-Billings 1995). In response to the high needs of
Title 1 Middle School students, New York City launched the Middle School Quality Initiative to
target the diverse literacy needs of students. The present study utilizes the Middle School Quality
Initiative (MSQI) because of its targeted readers and inclusion of a culturally relevant pedagogy
and reading material to assess the effectiveness of middle school level reading interventions.
The complex needs of middle school students are rarely considered in reading interventions and
the present study will assess how the unique literacy needs of middle school students can be
effectively addressed through targeted intervention.
MSQI is a New York City initiative that was developed specifically for improving
reading proficiency and literacy in underperforming middle schools. Since its launch in 2011 in
New York City, MSQI has on average increased the reading proficiency of students and has
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expanded to over one hundred schools (NYC Department of Education 2015). Analyzing an
established reading intervention and literacy program in conjunction with integrated social
services in this study will demonstrate the effects of addressing the needs of minority or
impoverished students in Title I schools. Studies have seldom assessed the effects of providing
students with integrated social services in tandem with reading and literacy interventions on the
reading proficiency of middle school students. This study will assess and compare the effects of
implementing integrated non-academic services with academic reading interventions as a means
of providing equity in education and efficiently using resources allocated by the government for
Title I middle schools.
Through the analysis of an existing reading intervention program in conjunction with
integrated social services, this study will identify additional factors that affect students of Title I
schools, who tend to be minority students of low economic status. The present study will provide
insight into how reading intervention programs can address the needs of students in a more
systematic and consistent way that can be replicated by other educators. Deconstructing and
analyzing the components and implementation of MSQI, an existing literacy and reading
program, in similar Title I public middle schools in the Bronx will identify the diverse factors
involved in the culture of reading in Title I schools. This will allow educators to best address all
of needs, academic and non-academic, of middle school students during a critical learning time
period in a consistent, systematic, and in a replicable manner.
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Statement of Problem
The problem of this study is to assess the effectiveness of Middle School Quality Initiative
(MSQI) reading programs used in conjunction with integrated social services in contrast with
those not used in conjunction with integrated social services, among students in Title I Bronx
middle schools.
Basic Hypotheses
1. Intensive and consistent literacy and reading intervention programs in Title I middle
schools that address both cognitive and emotional needs of students will have a positive
impact by increasing the reading levels of students.
2. MSQI, a city level reading and literacy program, it is effective when there is a direct
correlation between the reading program Middle School Quality Initiative and improved
reading levels on a standardized reading assessment.
3. Integrated-in school social services are effective when there is a positive increase in the
academic achievement of student reading levels.
4. Integrated-in school social services in conjunction with the reading program Middle
School Quality Initiative will have a greater positive direct correlation on student reading
levels of students than students who just receive the reading program MSQI.
5. Integrated-in school social services will have no effect on the reading levels of students
receiving the reading program Middle School Quality Initiative.
Background
Reading interventions have long been established in part to close the achievement gap
that exists between socio-economic groupings (Leu et al. 2015). The achievement gap is greater
when considering race and gender, especially for African American boys (Sanders and Harvey
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2015). The disparities between white and minority Americans have been present since the
institution of segregated schools and have continued to exist even after desegregation. Many
racial and cultural assumptions are made when researching the achievement gap, which in turn
impacts the literacy and reading intervention programs. According to Marvin Lynn (2006, 107),
most of the studies that focus on African American education are focused on certain aspects that
assume that African Americans conform to a homogenous group. Some of these notions include
the inability for parents to provide their children guidance in schools and the ghetto culture that
is assumed to be pervasive in minority communities.
Analyzing race and culture from a critical standpoint allows researchers to view how
cultures interact with larger systems in place that directly affect the experiences of minority
students. It would be erroneous to assume that minority students are simply victims of external
forces that act upon them. Lynn (2006) emphasized the importance of uncovering how minority
students may be “participating in their own oppression” (109). An equitable education must
factor internal and external forces that act upon minority and impoverished children such as
poverty, housing, and educational motivators. Horsford (2011, 3) explains the complexity of
integration and desegregation and its long-term effects of inequity of education that minority
students receive and experience.
There are many factors that affect the schooling of minority and impoverished students at
an early age and this has had an effect on their literacy and academic performance in the middleschool years and beyond. Halle, Kutz-Costes, and Mahoney (1997, 528) identified through their
analysis some of the longstanding factors that affect the academic performance of minority
students, especially African American students. This includes the structural racism that has been
long withstanding, the immediate environment in which students find themselves, the education
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level achieved by parents as well as the socioeconomic status of parents. The socioeconomic
status of parents and families is a significant factor that is indicative of how well a student will
perform on standardized exams regardless of race (Halle et al. 1997, 528). There is a direct
correlation between minority children and poverty; minority children are living in poverty at a
higher rate than white children (Means 2010, 20).
External factors have a great influence on the life of minority students. Factors such as
poverty, parental involvement in schools, homelessness, biased expectations, lack of access to
general and mental health care, and misdiagnosed behaviors are some of the most pressing
(Capella et al. 2008, 404; Cantor et al. 2010, 22; Halle et al. 1997, 531). These factors are
extremely critical in the formation of literacy identities that will affect the acquisition of reading
and comprehension skills that are vital requisites in the American educational system. One of the
earliest issues that affect young minority students, especially males, is disengagement. Davis
(2003) emphasized how disengagement leads to a lower level of achievement, which “appear to
have the most significant consequences for future development of social identity, cognitive
ability, emotional capacity, and social competence” (516). While reading motivation may not be
the most significant determining factor in achieving reading proficiency and academic success, it
is a necessary component in engaging minority students in reading that leads to improved
academic performance (Mucherah and Yoder 2008, 215).
Race and gender have a unique and interesting interaction in the school setting. School
often serves as a place where gender is both constructed and developed; reading materials, fellow
students, and teachers expose children early to expected societal norms (Roethler 1998). For
example, African American boys are placed in a unique social construction that has a heavy
effect on their academic and personal identity (Price Gardner 2016). Davis exemplified the
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experiences of African American boys who encounter many behavior juxtapositions such as
being successful in athleticism while experiencing disproportionate levels of academic failure
(2003, 520). Reading resources available in schools often lack characters that resemble minority
students. Books influence the way children see themselves and the world around them (Chall et
al. 1979, 528). Minority characters in children's books are often portrayed in stereotypical and
historical roles or as characters who are suffering in strife (Harris 1990, 542). The presence of
negatively portrayed minority characters renders students unable to relate and positively connect
to minority characters. Students internalize racist and colorist notions are perpetuated in our
culture through children’s literature, these students are at a critical point in their development
because children are forming their own social and cultural values about themselves and others
(Rogers and Christian 2007, 26). Price Gardner, in her study of black representation in children's
books, emphasized the detrimental effects the absence of diversity in literature has on the
identity young minority children develop about themselves (Price Gardner 2016, 128). Students
who are not exposed to positive representations of their race may develop a negative outlook on
reading and books (Chall et al. 1979, 528). Developing and implementing a multicultural
curriculum that is culturally relevant is an activist approach that directly addresses the structural
and racial inequity that still persists in books and education in general (Ladson-Billings 1995,
162).
The adverse effects of poverty are evident through the delayed reading acquisition and
low reading proficiency of impoverished students of all races. The socioeconomic status of
parents affects their beliefs in their child’s educational achievement in the future as well as their
overall achievement. Parental beliefs in themselves directly affect the achievement-fostering
behaviors that they will impart on their children (Halle et al. 1997, 529). Federal mandates have
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allocated money for much needed resources in impoverished schools (US Department of
Education 2017). Despite the thousands of dollars that have been allocated to early start
intervention programs, reading interventions, school supplies, and technology, the achievement
gap still persists due in part to the broad non-systematic methods of implementation. Gomez,
Gomez, and Gifford (2010, 8) explained the significance of purposeful implementation of
educational innovations and resources by training teachers and facilitators to address the
complex and varied needs of students in their environments and contexts. Reading interventions
and resources that are purposed for closing the achievement gap must include teacher preparation
and be responsive for the multitude of needs (Hempel-Jorgensen et al. 2018, 93). Lagging
reading and academic skills in middle school directly affect the academic performance of
students in high school, college, and beyond (Miciak et al. 2017, 25). Students who enter high
school with poor reading are at a disadvantage and face very long odds against graduating high
school, attending and completing post-secondary schooling, and ultimately having a gratifying
and satisfactory career (Slavin et al. 2008, 290). The focus of literacy in middle school goes
beyond spelling, grammar, and reading as students who enter middle school and high school with
difficulties in reading are unable to understand complex literature that is focused on academic
content areas (Fien et al. 2018, 38). Therefore, middle school and high school reading
intervention programs must meet the lagging reading skills of students in addition to aiding
students in understanding more demanding and complex texts (Slavin et al. 2008, 291). Reading
interventions that successfully address the complex needs of adolescent readers must be adaptive
and responsive to the needs of individual students.
Reading interventions and literacy programs are not universal for all children. The age of
the child plays a vital role in deciding the type of reading program that is appropriate.
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Elementary and High School have a myriad of different literacy needs that are directly correlated
to their age, development, and accompanying expectations (Wazneck and Cavanaugh 2012,
193). Middle school age children, ages 10-13, are at a critical point in time in terms of their
development and there are many federal programs and policies that target these students. Federal
policy has developed reading programs that “that emphasize reading on grade level by all
children before the end of the third grade” (Allington 2011, 10). Many findings, including a 1998
report by Connie Juel, have emphasized the need for early reading intervention to prevent
students from becoming struggling readers at a higher-grade level. Juel (1988) in his findings
“reported that a child who ended first grade as a poor reader had an .88 conditional probability of
still being a poor reader in fourth grade” (440). Therefore the focus of the majority of reading
and literacy intervention programs is during the early formative years of children and takes place
within the elementary school setting (Roberts et al. 2010, 395).
Reading intervention programs commence at an earlier age based on the belief that
intervening at an earlier age will allow students to bridge the academic gap that occurs between
minority and impoverished and white students (Campbell and Ramey 1995, 744). The foundation
for early intervention programs is based in part on the belief that minority students will not be
taught basic literacy skills at home that will hinder their abilities to succeed in school. While
some students may lack the initial development of literacy skills, it is important to acknowledge
the social and cultural aspects of reading (Lynn 2006, 110). Most children, at the beginning of
their educational careers, are able to engage and participate in different types of literacy activities
such as a teacher read aloud and peer-to-peer reading, which promotes reading as a social
activity (Hempel-Jorgensen et al. 2018, 91). Incorporating and facilitating reading as a social
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activity is necessary and vital for reading interventions to truly target all grade levels, especially
middle school reading interventions.
Specially designed reading interventions for the middle-school years can address the high
academic needs of students who lack a basic level of proficiency in reading. According to data
from the National Assessment of Educational Progress, about one-quarter of students in the
general population performed below the basic level of proficiency, which is defined as those
lacking full proficiency but who are able to perform lower-level tasks with grade level material
(National Center for Education Statistics 2013). Students who are performing below this basic
level of proficiency face a greater struggle in performing any task with grade level material.
Most textbooks, standardized exams, and reading books available to middle school students are
available in what is presumed to be the appropriate grade level (Newkirk 1975, 50). While
reading material may be multiculturally relevant or engaging, it is still not accessible if students
cannot decode or comprehend the material (Allington 2011, 14). Reading material must be at an
attainable reading level that includes a feasible struggle that will allow students to decode, read
with accuracy and fluency, and most importantly, make meaning of the texts (Miciak et al. 2014,
408).
Recognizing the deficiencies in reading instruction is the first step in addressing the
reading and literacy needs of middle school students. A successful reading intervention requires
material that is culturally relevant, engaging, and accessible for students dependent on their
grade level. The majority of education systems in America end explicit reading instruction
around 4th or 5th grade (Allington 2011, 11). Explicit reading instruction in middle schools is a
small component of English Language Arts classes in which students are allotted very little to no
time for this type of instruction. Because of the minor role of explicit reading instruction in
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middle schools, teachers lack preparation in reading instruction, especially reading instruction
that targets the needs of underperforming middle school students (Fien et al. 2008, 38). While
some students require basic literacy skills, the needs of older underperforming struggling readers
have been masked with the assumption that these students are simply unable to decode and need
additional interventions to develop these skills (Miciak et al. 2014, 422). Other students who are
identified and labeled as having learning disabilities or special needs receive generalized
remedial instruction that does not focus on reading instruction. Students who experience reading
difficulties concurrently with behavioral disorders such as hyperactivity require intensive and
interactive reading interventions to address all of their learning needs, especially during
adolescence (Roberts et al. 2015, 942). Reading and literacy intervention in the middle school
years requires adaptive instruction in a dedicated time, space, instruction, and materials. Reading
instruction must be reinforced throughout the student’s middle school experience, which will
enable students to achieve reading proficiency (Fien et al. 2008, 38).
Leah Gunther (2017), a middle school reading teacher, attributed teacher choice and
focusing on student strengths as essential to embedding reading as a social component of their
culture (61). Purposeful facilitating of reading in school enables students to relate to texts and
make connections to characters, which increases their intrinsic motivation (Mucherah and Yoder
2008, 230). Reading is embedded in the formal school setting and for students who do not enjoy
or flourish in these settings it may be a taxing task that does not bring any personal fulfillment.
Presenting literature on a personal level creates a new type of social activity that can be shared
among teachers and students and increase the chances of reading for pleasure or fun. Students
who read for their own personal enjoyment and fun are more likely to intrinsically motivate
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themselves to read on their own in contrast to students who do not enjoy reading (HempelJorgensen et al. 2018, 87).
Reforms in middle school reading interventions in the last decades have produced new
reading interventions that account for student diversity, socioeconomic status of students, and
specific needs of middle school students (Fisher and Frey 2014; Sunderman and Mickelsen
2000). In New York City, a new middle school reading was developed in response to the unique
needs of their diverse middle school students. The Middle School Quality Initiative in New York
City was designed in response to the findings of the Carnegie Reading Next report. The Reading
Next report researched literacy instruction in the middle and high school setting and identified
fifteen necessary elements for effective reading intervention (Biancarosa and Snow 2006).
Adolescent struggling readers have a variety of reading needs that cannot be targeted by a single
universal reading intervention. Most essential to the success of adolescent readers is
comprehension (Miciak et al. 2014, 422). The ability to recognize words and decode are
foundational and are limited to reading words off a page. These skills are prerequisites to the
literacy demands that middle schools place on students to be successful. Comprehension and
meaning making of text are essential in the success of middle school students and will directly
impact academic performance in higher education and potential future careers (Slavin et al.
2008, 290).
Direct instruction of comprehension, through various strategies, was central to the
reading intervention recommendations published by Carnegie’s Reading Next report (Biancarosa
and Snow 2006). The report identified fifteen effective necessary elements for adolescent
literacy intervention (see Figure 1) and recommended that programs utilize the combination of
elements that best suits the needs of their learners. The Middle School Quality Initiative
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combined several of these recommendations and it was officially launched by the New York City
Department of Education in 2011 with its first cohort of schools. Schools originally assigned to
this program by the city were underperforming schools, according to results of the New York
State English Language Arts exam. Since its launch, the program has expanded citywide and
now includes over one hundred middle schools in New York City (Harvey et al. 2017).
Figure 1. The Fifteen Key Elements of Effective Adolescent Literacy Programs

Source: Biancarosa, C., & Snow, C. E., Reading next—A vision for action and research in
middle and high school literacy: A report to Carnegie Corporation of New York, 2006.
Reproduced.
One of the founding principles of the Middle School Quality Initiative, commonly
referred to as MSQI, is that “students continue to need effective, targeted literacy instruction that
is responsive to their strengths and needs” (Harvey et al. 2017). According to the MSQI
framework, it offers a variety of reading programs that range from addressing the needs of
students who are unable to recognize words and decode to students who are approaching grade
level in reading (Harvey et al. 2017, 38). In addition, it provides reading materials that are
multicultural and relevant to the diverse student population of New York City.
The limited research that has been conducted on reading interventions in the middle
school years have culminated in similar findings that emphasize the need for direct, explicit, and
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adaptive reading instruction that reinforces foundational reading skills while instilling
comprehension skills (Slavin et al. 2009, 301). Reading comprehension is vital in the successful
acquisition of secondary education. Addressing the needs of early adolescent middle school
struggling readers will ensure that these students enter high school with proficient reading
schools that will enable them to succeed in post-secondary studies. Addressing this literacy
barrier will allow student populations who underperform access to a more equitable form of
education. Access to education through literacy is a critical step in closing the achievement gap
between minority and white Americans as well as impoverished students (Capella et al. 2008,
396). Students from diverse socio-economic groupings, especially impoverished students, will
have equitable foundational and intermediate literacy skills that are necessary for formal
assessments that are often used to group students for learning abilities.
Changes in educational and social philosophy surrounding the notion of equitable access
to education have greatly influenced public educational reform (Bryan 2005; Ladson-Billings
1995). Educational reform has largely focused on the statistical performance of students and
teachers on formal assessments that are universally applied to students according to their age
(Lomax et al. 1995, 171). The goals of federal mandates are to increase math and reading
abilities by providing remedial instruction for assumed lagging academic skills in reading and
math in students but neglect the human social and emotional needs. Money that is allocated by
federal mandates is typically designated for the purchasing of books, additional staffing,
extended learning days, and contracting of academic coaches for teachers. Despite this focus,
there has been an ongoing movement that aims to address the emotional and social needs of
students and families in underperforming schools that have been commonly referred to as
struggling schools (Bryan 2005, 219). Struggling schools are mostly located in poor areas that
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are heavily populated by minorities. Students and their families in areas that serve Title I schools
have been affected by generational racism and poverty, which has inherently placed minority
families at an academic, economic, and social disadvantage (Saporito and Sohoni 2007, 1240).
Throughout the history of educational reform there has been a movement that emphasizes
the need to incorporate familial social supports and services into schools (Dupper and Poertner
1997). Beginning with the Progressive Era educational reformers, there have been waves of
educational reforms that incorporate family services to some degree into schools. The focuses of
these educational reforms, which greatly differ from traditional educational reforms, are to
“address the need for systemic changes in the institutions that serve children and families”
(Franklin and Streeter 1995, 773). The purpose and role of schools and educators goes beyond
the transmitting of new information and abilities. Reformers have long argued that the school
environment is a natural place for students to have all of their needs met (Franklin and Streeter
1995). The school environment should extend beyond the needs of the student and should extend
to the needs of the families as well (Tyack 1992, 20). Having a single place for students and
families to receive all necessary resources ensures an equitable distribution of resources among
all school members, including families who are unaware of public resources.
Minority and impoverished families are not always aware of available human, social,
health, and academic resources (McKay et al. 2003). Impoverished families in most instances
prioritize meeting their basic needs through their financial well being which may in part explain
why the academic and social development are seemingly not always addressed. Research has
disproven the erroneous assumption that impoverished minority families do not care about the
academic achievement of their children (Tyack 1992, 26). While many families have expressed a
personal interest in the academic achievement of their children, they are unable to support them
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because of extraneous reasons. Some families are just simply unaware of resources that are
available or unsure of how to obtain those resources (Bryan 2005, 224).
The role and placement of the social worker has changed throughout time and has
culminated in the understanding that family services should be available in an accessible setting
(Capella et al. 2008, 399). Throughout the 1990s, there was a renewed public interest in merging
public schools with human and social services (Dupper and Poertner 1997). There is a varying
degree to which both the school and social service entities can be merged, and it is dependent on
several variables such as availability of educational and human services resources, monetary
funding, as well as parental involvement. According to Franklin and Streeter (1995, 774) there
are five overall approaches to integrating schools and human services successfully, which are:
Informal Relations, Coordination, Partnerships, Collaboration, and Integration. The informal
relation approach requires the least amount of commitment and merging as the school and human
service program operate as separate entities with the inclusion of informal communication.
However, it is not the most effective because of its informal nature and may be impacted by
external issues like lack of funding, communication, and coordination.
Franklin and Streeter (1995) further explained how the coordination approach requires a
higher degree of commitment and communication, therefore defining the role of the social
worker as a member of the school community (775). School social workers act as a liaison
between the school and the community. The traditional approach frames the role of the school
liaison as the person who removes barriers from student learning (Allen-Meares and
Montgomery 1986, 28). While this type of integration provides a higher degree of commitment
from service providers, there are still limitations to successful school-wide integration and
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implementation. When the school and social services act as separate entities, they are still limited
by their own independent agencies that can limit human and financial resources.
A partnership approach, or any approach that integrates the social human services, health
clinics, lunch programs, and familial services within a school, establishes a contractual
commitment that ensures that services are being rendered (Allen-Meares and Montgomery 1986,
30). Having complete familial social services within the school building was an innovative idea
that created a singular identity between the school and familial social support systems. During
the 1990s and early 2000s, many schools around the country adopted this approach by allocating
federal and local funding to incorporate human and social services in schools (Maag and
Katsiyannis 2010). Many partnerships between community health providers and schools arose as
a result of additional funding. The Federal Department of Education instituted the Full-Service
Community Schools Act in 2011 to further expand this school model and provide
“comprehensive academic, social, and health services for students, students’ family members,
and community members that will result in improved educational outcomes for children” (US
Department of Education 2019). Many states across the country, including Texas, New York,
and Minnesota have implemented the full service model with promising results. Minnesota has
implemented the full service model in schools for the last twenty years and has expanded the
number of schools included in the program (Hinrichs 2018). Success is attributed to the
adaptable approach of the model that allows schools to adapt to the needs of its students and
families. Full service schools connect communities to schools, but many schools are reliant on
additional funding to fully meet the needs of all of their students. The Community in Schools
Program in Texas set up partnerships between human social services and schools, but there were
some deficiencies in funding. This program relied heavily on both public and private funding
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that was made possible through community involvement in fundraising (Franklin and Streeter
1995, 777). This approach, when fully funded and capacitated, begins to remove immediate
barriers to learning for students, which is necessary in addressing their academic needs.
Existing social, human, and familial services have been instituted in schools to remove
barriers, which is the first step in providing all students, especially minority and impoverished
students, an opportunity at an equal education. Inequity in our education system “derives first
and foremost from our failure to educate” impoverished children (Edmonds 1979, 15).
Broadening the scope of the term education to include the foundational skills needed to succeed
in the academic setting allows educators to fully target the educational needs of minority and
impoverished students. George Weber (1971) disputed the notion that the low achievement of
impoverished students was due to inherent disabilities that characterize families living in poverty
(5). Weber discovered in his research that successful inner city schools displayed certain
characteristics such as high expectations of students, strong leadership, and a deliberate and
intensive targeted reading instruction. Strong leadership encompassed more than just delegating
jobs to meet general objectives. Strong school leaders ensured that most or all of the academic
and non-academic needs of students are addressed.
Although Weber and Edmonds published their findings and conclusions in the 1970s,
much of their findings are still pertinent for the current educational needs of minority and
impoverished students. A strong central leadership that emphasizes high expectations, in addition
to individualized and specialized reading instruction, is still vital for the success of inner city
schools that primarily educate minority and impoverished students (Edmonds 1979, 16).
Throughout the decades, the development of school provided social services has culminated with
varying degrees of in-school integration. While schools have limited control on external factors,
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having a centralized integrated social and family service in the school can help meet the material,
health, and emotional needs of students. The historical effects of segregation and discrimination
must be factored when analyzing and identifying the external needs of students that can be
addressed by integrated social services. Adequately delegating resources for specific community
needs will provide a foundation to removing learning barriers for historically underserved
populations (Tyack 1992, 29).
New York City, a city distinguishable by its disparity between socioeconomic classes,
introduced the new Renewal School initiative that provided schools that had been categorized as
failing an opportunity to improve the academic achievement of their students (Harris 2014).
Additionally Renewal Schools were also transformed into Community Schools; Community
Schools provided social, human, and clinical services to students and their families (NYC
Community Schools n.d.). Schools that have been labeled as failing and in need of a renewal of
educational practices are schools with a high percentage of students who are below proficiency
on their English Language Arts and Math state examinations and low graduation rates (Shapiro
2019). All students in New York State must complete the same formal state assessments that
assess the math and reading proficiency of students according to grade level. Students are
assessed using the same exam regardless of their acquisition of the English Language or any type
of disability that may impede their learning (Polleck and Jeffery 2017, 5). Promotional
requirements for students in New York City include passing their educational course load, in
addition to meeting proficiency benchmarks in New York state exams (NYC Department of
Education, n.d.). When schools are deemed as failing, they are labeled as priority schools that are
in danger of permanent closure. The majority of the schools denoted as struggling schools were
Title I schools and are located in impoverished neighborhoods that are mainly comprised of
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minorities (Saporito and Sohoni 2007). Up until recent changes in New York City’s educational
policy that introduced the Renewal and Community school initiatives, the majority of failing
schools were closed and reopened with different teachers and administrators without much
insight into the causes of the school’s failure or change to the circumstances that led to the
closure of the schools (Shapiro 2019).
There are many external factors and barriers that hinder the performance of students,
especially minority and impoverished students, in schools and standardized examinations such as
hunger, homelessness, and lack of health services (Newkirk 1975, 51). Integrating social familial
services in schools aids in relieving some of these barriers to learning, which begins to close the
longstanding achievement gap. The launch of Community Schools in New York City partnered
struggling schools with a community based organization that provides different types of services
for the school, as well as its students and families. As a result, struggling schools received nonacademic services through the community-based organization in addition to academic
interventions. Non-academic services available to families include mental health services, health
services, parent and family school engagement, guidance and social services, as well as adult and
family services (NYC Community Schools, n.d.). The Community Schools program set in place
several structures that would ensure desired outcomes and results on the school and student level.
The institution of a dedicated community based organization with a school director, established
community partnerships, and intentional coordination of services should in turn increase student
attendance, engagement, improve academic performance, and develop social and emotional
skills necessary for the academic success of students. Instituting permanent structures in
struggling schools will enable students to receive all of their basic needs for learning to be met at
school and for educators to have a more accurate understanding of the learning and motivational
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needs of students that directly impacts their learning (Mucherah and Yoder 2008, 230). Another
major component of community schools is the ongoing assessment of needs as well as the
collection and analysis of school-wide data that allows for an adaptive response to the gamut of
needs presented in struggling schools, specifically in New York City (NYC Community Schools,
n.d.). Addressing the social, emotional, and learning needs of students in an adaptive manner
removes barriers to learning and enables the receptiveness of learning and reading interventions
for underserved students. The present study will assess the symbiotic effects of the academic and
non-academic initiatives instituted in middle schools that have been designated as failing in New
York City. Instituting the Middle School Quality Initiative as well as the Renewal School and
Community School initiatives should inherently remove academic and non-academic barriers
that will in turn provide a more equitable form of education for minority and impoverished
students.
Research Design
This quantitative study critically analyzes the effects of reading intervention and
integrated school social services on the performance of Title I middle school students on the
New York State standardized English Language Arts Exam in the Bronx borough of New York
City. The twelve Title I public middle schools serving grades 6-8 analyzed in this study are from
the cultural and geographic area of the south Bronx. This geographic and cultural area of the
Bronx was selected for this study because it exemplifies the economic dichotomy that exists in a
larger scale across America. The Bronx comprises part of New York City, which is one of the
wealthiest cities of the world. In addition, New York City also experiences disproportionate
levels of funding and academic performance among its school districts. This area of New York
City houses a disproportionately high amount of public housing for low-income residents. Public
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housing, commonly referred to as projects, have their own unique culture and undoubtedly serve
as environmental factors that affect the educational development of the students. Title I schools
were selected for this study because they have students from similar economic backgrounds.
Schools that are granted Title I federal government funding are schools that teach a
disproportionate amount of impoverished students; schools with this designation receive
additional federal money to ensure that students receive an equitable education by providing
funding for additional resources and programs. For the purpose of this study, only twelve Title I
public middle schools serving grades 6-8 in the Bronx were considered. The educational
populations of the school will include the general education population, students with
disabilities, and English language learners. Some students who underperform academically, due
to behavioral needs or disengagement from schooling, are sometimes misdiagnosed by schools
as having a learning and behavioral disability and therefore it is necessary to consider this
segment of the school population in the analysis of the effectiveness of social services on reading
interventions. English language learners and students with disabilities comprise a large portion of
the population of Title I middle schools, and are included in the analysis of an adaptive reading
intervention and social services.
The focus reading intervention of this study is the Middle School Quality Initiative. The
Middle School Quality Initiative is a citywide literacy initiative that emphasizes the need for
“effective, target literacy instruction that is responsive to students' needs and strengths” (Harvey
et al. 2017, 4). MSQI was first launched by the New York City Department of Education in the
year 2011 as part of a citywide effort to turn around schools that were deemed failing according
to their performance on state standardized exams. MSQI has been expanded to over one hundred
schools to due to its success in increasing student’s reading levels according to their own

31

standardized measures (NYC Department of Education 2015). The Middle School Quality
Initiative is one of the few reading intervention programs that target middle school children and
has been systematically implemented into middle-schools city-wide.
In order to accurately determine the effects of the reading intervention and of integrated
in-school social services, it will be necessary to first assess the effectiveness of the reading
intervention by using the New York State standardized English Language Arts exam that is
administered yearly to all public middle school students. The first comparison of reading
levels will be between four schools that do not have reading interventions or social services and
four schools that receive MSQI intervention and support. The four schools selected for this study
that receive MSQI also have a response to intervention (RTI) period scheduled which ensures
that there is a set time for additional instruction that is built around the specific needs of
students. According to each school’s Comprehensive Educational Plan (CEP), MSQI schools
were also provided the support of a literacy coach for teachers and diverse reading resources.
The performance on the standardized English Language Arts exam of students in the four
schools who receive the MSQI reading intervention will then be compared to students of four
schools that receive MSQI and integrated social services. Comparing the performance of
students on the English Language Arts standardized of schools from these three categories will
demonstrate the effectiveness of the MSQI reading intervention program and the possible
efficiency on reading scores integrated in-school social services may have on students. Results of
students’ standardized exams since the year 2013 are publicly available through the New York
City Department of Education (NYC Department of Education Info Hub n.d.). The collected data
of the performance of New York City students on the standardized exams are organized
according to borough, district, school, grades, special needs, gender, and race. The secondary
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analysis of the data available through the New York City Department of Education will allow for
the analysis of trends or changes in the performance of students on the English Language Arts
standardized exam over the past six years who have received diverse forms of academic and nonacademic interventions. The present study conducted this secondary analysis utilizing data of
students in grades 6, 7, and 8 from twelve Title I Bronx public middle schools according to three
delineated categories: schools that received the MSQI reading intervention, schools that received
MSQI reading intervention in conjunction with integrated social services, and schools that did
not receive either MSQI reading intervention or integrated social services (see Appendix A).
A comparison of means statistical analysis between the years 2013 and 2018 will reveal
fluctuations, changes, and trends that have occurred over the years in the performance of students
on the standardized English Language Arts Exam. The year 2018-2019 are considered separately
because of the reformatting of the exam and to ensure accuracy in the statistical analysis of
student performance. The standardized exam is graded on a scale of 1-4. Students who obtain a
1 are considered failing and students who score in the range of level 2 have reached some level
of proficiency in reading and literacy skills (New York State Education Department 2019). The
goal of educators and students alike is to score between the ranges of level 3 and 4, which
demonstrate proficiency and mastery of reading standards. For this study, the percentage of
students who performed at a level 1 was compared to students who performed at levels 3 and
4. To uphold the hypothesis, there should be a decrease in the percentage of students who
perform at a level 1 and increase in the percentage of students who perform at a level 3 and 4.
Plotting the performance of students on the standardized exam between the years 2013-2017 and
2018 will show the distribution of data for the percentage of students performing at level 1 and
levels 2 and 3. Initial paired t-tests between sets of data for each plot were performed; for a 95%
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confidence level, significant differences are observed when Prob > [t], Prob > t or Prob < t are
less than 0.05. The three school categories were then statistically compared for their means of
performances in level 1 and levels 3 and 4 by using a Tukey Kramer Honestly Significant
Difference test. Using identical means and confidence levels on a plot will graphically
demonstrate any significant differences between school categories. If there is a positive increase
in the mean of the students who receive the reading intervention and integrated school social
services performing at levels 3 and 4, then the hypothesis is upheld. If there is no significant
increase or decrease in the percentage of students performing at a level 3 and 4, then the
hypothesis is nullified.
Discussion
The desired outcome for any students in all situations is less students performing at a
level 1 and more students performing at levels 3 and 4 on the New York State English Language
Arts standardized exam. Removing academic and non-academic barriers through reading
interventions and integrated school social services should theoretically result in a higher
percentage of students moving to level 3 and 4, which demonstrates that students are meeting
and exceeding grade level expectations. For each grade level analyzed, similar trends were
observed. The most impactful factors were the implementation of the reading intervention from
MSQI, the Middle School Quality Initiative, and the absence of integrated social services.
A statistical analysis of all grade 6 students between the years 2013 and 2018 revealed
that implementing just the reading intervention had the greatest statistical positive effect by
reducing the percentage of students who achieved a score in the level 1 failing range (see
Appendix B). At the 6th grade level, there was no significant statistical difference between the
percentage of students performing at a level 3 and 4. Overall, between the years 2013 and 2018,
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there was no positive effect of schools having integrated school social services compared to
schools that do not. A similar trend was observed for grade 7; between the years 2013-2018 the
most significant factor was the implementation of a reading intervention program in reducing the
percentage of students performing at a level 1 (see Appendix C). Integrated school social
services had no positive effects on the performance of students. In the 7th grade, schools that
received both integrated social services and the reading intervention had a higher percentage of
students who performed at level 1 than those who just received the reading intervention. Students
who received integrated social services also had a lesser percentage of students scoring at levels
3 and 4 than students who just received reading intervention services. This trend was also
noticeable in the 8th grade between the years 2013 and 2018. The combination of having a
reading intervention and integrated school social services had a negative effect on the
performance of students on the English Language Arts standardized exam. Students who
received the reading intervention and integrated school social services had a higher percentage of
students performing at a level 1 than those who just received the reading intervention (see
appendix D). Students who just received the reading intervention had a lesser percentage of
students scoring at a level 1. Additionally 8th grade students who had just received the reading
intervention scored at levels 3 and 4 at a higher percentage than those who also received
integrated school social services.
Analyzing each grade year by year further amplifies the trend of lack of effectiveness of
integrated social services. At the 6th grade level, there were no statistically significant
differences between school categories in the percentage of students who scored at a level 1.
Every year, from 2013 to 2018, schools that received only reading intervention services had a
lesser percentage of students performing at a level 1 than students who also received integrated
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social services (see appendix E). The most effective factor in lowering the percentage of failing
students at level 1 was the use of the reading intervention. On average, between the years
analyzed, students who did not receive any type of intervention resulted in 59.5% of students
performing at level 1. Schools that received the reading intervention in conjunction with
integrated social services had 50% of students performing at a level 1, which was opposed to
schools that just received the reading intervention that resulted in 38.5 % percent of students
performing at a level 1. When considering the percentage of 6th grade students performing at
levels 3 and 4 there were almost no statistical significant differences between schools who
received just the reading interventions and those who received it in conjunction with integrated
social services.
Similarly, in the 7th grade, receiving additional social services to reading intervention did
not improve the reading scores of students. However, there was a significant positive effect in
schools receiving reading intervention without social services (see appendix F). Students who
did not receive the reading intervention had a significantly higher percent of students scoring at a
level 1. This statistical difference emphasizes the role of the reading intervention; students at the
7th grade level who did not receive the reading intervention at all on average had 15% more
students performing at a level 1. In analyzing the percentage of 7th grade students performing at
levels 3 and 4, there were no significant statistical differences between the three categories (see
Appendix A). While statistically the differences are not great, it is important to note that the
implementation of the reading intervention with or without social services consistently raised the
percentage of students performing at levels 3 and 4 on average by 5.8%.
Close analysis of the yearly performance of 8th grade students revealed no significant
statistical differences among the 3 categories of schools but did reveal trends that continue to
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signal the significance of just implementing the reading intervention. Much like the 6th and 7th
grades, students who received no form of reading intervention or social services had the highest
percentage of students performing at a level 1 between the years 2013-2018 (see appendix G). At
the 8th grade level, students who received both integrated social services and the reading
intervention had the second highest percentage of students scoring at a level 1. Similarly to 7th
grade, the reading intervention had a more significant impact on the scores of students scoring at
levels 3 and 4 than the implementation of additional social services. Students who have just
received the reading intervention always had the highest percentage of students scoring at levels
3 and 4 for the years encompassed in this study. While students who received both integrated
school social services and reading interventions still scored at a higher percentage than those
students who received no intervention at all, the data consistently implies that social services are
not effective in removing non-academic barriers that impact student’s proficiency levels and
their performance on standardized exams. The implementation of the reading intervention with
or without social services consistently raised the percentage of students performing at levels 3
and 4 on average by 9%.
Analysis of the performance of students revealed the importance of the quality of
education students received and time spent receiving core explicit instruction. Students who only
received the reading intervention consistently performed better by reducing the amount of
students scoring at a failing level 1 and increasing the number of students performing at a level 3
and 4. Overall, integrated social services had no positive effect on the reading levels of middle
school students as reflected by the performance of students on the standardized reading exams.
There were no significant statistical differences between reading intervention schools
with or without integrated social services; therefore, it is not possible to accept our hypothesis
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because social services did not have a positive effect or significantly negative effect on the
percentage of students scoring at levels 3 and 4. The non-effect of social services on the
percentage students performing at a satisfactory level is in direct contrast to the expected
academic benefits of integrated social services, as proposed by social activists. Schools are
designated as Title I beneficiaries if large percentages of students are categorized as
impoverished, however poverty is only facet of a school’s environment and culture. The role of
poverty is unique in every school culture and impacts the academics of students in different
ways, including student receptiveness to reading intervention. The null hypothesis is that social
services have no effect on the efficiency of the reading intervention and reading levels and
inherent scores. To accept the null hypothesis, the probability values of our statistical analysis
must be greater than .10 which shows no significant differences; all means are statistically
different at the 95% confidence level when p < 0.05. At the 6th grade level between all of the
years analyzed, the p-value between reading intervention students who received the integrated
social services and those who did not was 0.002 for percentage of students scoring at a level 1.
This p-value of 0.002 is significant enough to consider the alternative hypothesis which is that
integrating social services will have a negative effect on the reading levels and scores of students
(see appendix B). When considering the percentage of reading intervention students scoring at
levels 3 and 4 who did and did not receive integrated social service, the p-value was 0.372 which
is not significantly different thus allowing the null hypothesis to be supported (see appendix
B). At the 7th grade level, when considering the percentages of both categories at level 1 and
level 3 and 4, the p-values were 0.266 and 0.647 respectively (see appendix C). Because both pvalues are greater than .10, the differences between reading intervention schools with or without
integrated social services are not significant which upholds the null hypothesis. In the years
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analyzed in this study, in the 8th grade the p-value was 0.226 for the percentage of students who
scored a level 1 between the reading intervention schools that received the additional integrated
social services and those who did not (see appendix D). The p-value for the percentage of
students who scored at levels 3 and 4 between both categories of schools was .368. Probability
values in both 8th grade categories did not show a significant difference which inherently means
that there is no positive or negative effect of the additional social services in the performance of
students on the reading based standardized exam which also supports the null hypothesis.
Although statistically there are no significant differences, it is impossible to ignore that
students who received the integrated social services did not perform as well as the other students
who only received the reading intervention. The reading intervention implemented in all schools
was a citywide initiative in New York City that provided systematic parameters that ensured its
implementation, consistency, continued practice in school, allocation and usage of resources.
According to the Middle School Quality Initiative Framework, participating schools must
formally commit to the program, which ensures that all resources are appropriately used and that
changes in school literacy are actually occurring (2017). Additionally, schools are provided
different types of support systems. Schools are provided with an in-school literacy coach that
tailors professional learning to the individual school’s needs. The Middle School Quality
Initiative also provided professional development workshops for teachers, collaboration
opportunities for teachers to share successful practices, school inter-visitations, academic
partnerships with external programs, and meetings with appointed MSQI school leaders that can
best tailor literacy practices for their school’s needs. Literacy instruction is also strategic and
adaptive to kids needs as it can be as intervention as well as a form of acceleration. Overall,
student needs and strengths were the focus in the adaptability and responsiveness in the program.

39

Schools incorporated the reading interventions in their annual Comprehensive Educational
Plan, which made it a school-wide cooperative that allowed for full implementation at the needs
of the students.
The adaptive and responsive mode of the reading intervention was vital in producing
consistent gains in the performance of students on standardized exams. Measurable parameters in
the reading intervention allowed for tracking of progress and regress of schools and their
students. Measurable parameters also provided opportunities for accountability between the city,
reading intervention program, and schools. Clear expectations, standards, and criteria for success
that delineate checkpoints goals that must be met are also critical to ensure that students will
meet standards. Setting measurable parameters and expectations for integrated social services on
the other hand are more difficult to measure, which inherently makes it more difficult to track the
impact of social services.
The philosophy surrounding social services must continue to evolve to address the
modern needs and effects of generational poverty and racism. There needs to be a general
consensus on the parameters used to identify students and families who need social services and
how to efficiently implement them. Some inquiry questions that arose from this analysis are:
1. Is it more important to remove academic barriers than non-academic barriers?
2. Do academic barriers or non-academic barriers have a more significant effect on the
reading levels of students?
3. How can we measure or quantify the effects social services have on the academics of
students in order to replicate them in a more systematic manner?
4. To what extent does cultural bias in testing impact the performance of students on
standardized exams and their receptiveness to reading interventions?
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Funding is only the first step in adequately addressing the social needs of impoverished and
minority communities. Much like the reading intervention, social services should be adaptive and
responsive to the needs of individual school communities. The assumption upon which social
activists proposed integrated social services was that removing non-academic barriers would be
the key to enabling students to succeed and overcome the effects of generational poverty and
racism. Social activists and legislators widely assumed that funding and resources would come in
a great variety of forms and that social service programs would allocate them in the most
sensible way. Qualitative and quantitative methods of accountability must be implemented at a
minimum to ensure that social service programs and agencies are providing resources that not
only address monetary needs but also address needs like parenting classes, availability of books,
academic after school programs, accessible health and mental care, and educational programs
that will allow the students families to accomplish academic goals. Implementing methods of
accountability are critical as students of Title I schools and those of minority and impoverished
backgrounds are still not reaching grade level, which widens or maintains the achievement gap
that will be harder to close as students get older and go beyond the middle school years.
Conclusion
Socioeconomic and environmental factors have been and will continue to be a source of
educational disparity among Americans without intervention. Anthropologists have long
established the existing inequity in education and its lasting generational effects (ArnettHartwick and Walters 2016; Spears 1978). Generational and institutionalized poverty and racism
have contributed to inequality in education (Saporito and Sohoni 2007). Educators and
legislators must devise an adaptive method that can address the main facets of the existing
inequity and that do not simply funnel money for social services and similar programs. The
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assumption upon which social activists proposed integrated social services was that removing
non-academic barriers would be the key to enabling students to succeed and overcome the effects
of generational poverty and racism (McCarty 2016). Not all students are equal or have equal
needs and it is inherently difficult to assess and measure the effects of integrated social services
on schools and individual students without a qualitative research to analyze how social services
were implemented. A qualitative analysis of reading interventions and social services will
identify successful symbiotic practices at the school and individual level. Through this analysis,
it will be possible to identify the way and time social services are rendered. The rendering of
services requires time and space and the methodology through which it is rendered can impact its
perception. Providing services in remedial mode may influence how students and their families
perceive these services. Furthermore, if students are removed from instructional class time, they
may also miss valuable instruction that can in turn hinder their academic performance. This
qualitative analysis may also allow researchers to measure the degree of implementation of
social services at diverse schools to assess the impact it has on members of the school
community. Interviews with students and parents will also reveal the receptiveness to additional
services and the extent of the effects it has had on the academics of students. More importantly,
interviews will reveal the effect social services can have on external factors that affect the
academic performance and reading levels of students. A holistic qualitative assessment with
interviews will aid in answering the inquiry questions that arose from this analysis.
Furthermore, a more qualitative analysis of a single social service program implemented
at various schools in a similar population will show the specific diverse aspects of what
comprises integrated social services. This qualitative analysis will also show the degree and
fidelity to which the social services agency is implementing their services and expanding their
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outreach. Even though the city school system in this study systematically implemented the social
services in the schools, they were still operated by independent agencies that operate under their
own guidelines (NYC Community Schools n.d.). Often, there are liaisons that connect the school
with the social service agency and it would be beneficial to assess this liaison for its
communication between all actors in the school community. A founding principle for integrating
social services into schools was the sense of community that would bring together teachers,
administrators, students, and social workers to provide students with a variety of tools and
resources to overcome adversity (Franklin and Streeter 1995; Tyack 1992). A review of its
practices and spending of individual social services will also reveal its self-accountability and the
means through which social service agencies measures its success.
Each school develops its own culture and attitudes towards reading and learning.
Assessing the role of each component of the integrated social services will inherently assess the
impact social services has on the school’s educational culture. A school’s culture is in part
molded by the environmental issues such as poverty, housing, attitudes toward schooling, and
general expectations of impoverished and minority students. Although all of the schools
considered in this study were Title I schools in the same cultural and geographic area of the
South Bronx, it would be erroneous to assume that all schools had the same needs because of
their similar location and categorization. The immediate environment of each school plays a role
in the each school’s culture and on its perception and experience of academic and non-academic
interventions (Bower and Carlton Parsons 2016). Struggling schools are quick to be labeled as
failing and this label can have serious implications on the success of students if students and their
communities internalize this label. Struggling schools also have a lower rate of teacher retention
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that can influence the way teachers, students, and family member perceive their education
system (Renzulli et al. 2010; Whipp and Geronime 2015)
Through the analysis presented in this study, it was possible to see the statistically
positive effects an adaptive and responsive reading intervention had on the reading levels of
students. The positive effect of the reading intervention on students’ scores on the standardized
exam was evident even in the absence of integrated social services, which is in direct contrast of
the expected academic benefits of integrated social services. Using different means of
assessment other than standardized testing scores in an ethnographic study will identify the
specific circumstances surrounding the positive effects a specialized middle school reading
intervention can have on students beyond their reading scores. Focusing on positive changes and
successful practices will enable educators and legislators to design academic and non-academic
interventions that will help students excel academically and in other endeavors.
Qualitatively analyzing a school's educational and reading culture in an ethnographic
longitudinal study will identify the multiple internal and external factors that affect the
performance of students and how schools address all of these barriers and factors. The school
setting is where the experiences and cultures of educators, social workers, and students alike
come together to conform and challenge the perceived norm of American educational culture.
Analyzing all of the factors that affect all of the members of the school community is important
to fully assess the transmission of reading skills that are foundational for the educational system.
Academic and reading interventions, when adaptive and responsive to student strengths and
needs, are critical in closing the achievement gap experienced by minority and impoverished
students. The positive effects the reading intervention had on the scores of students dismissed in
part the notion that impoverished and minority students are not able to overcome environmental
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and circumstantial factors. Additional non-academic support through integrated social services
must be strategic and work in tandem with successful reading interventions in order to increase
the reading levels of students which will instill the necessary skills that will allow students to be
successful in other areas of academia.
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Appendix A
School Categories & Schools

Category 1:
Title I Schools with no
reading intervention or
integrated school social
services.

Category 2:
Title I Schools with reading
intervention. No integrated
school social services

Category 3:
Title I Schools with reading
intervention and integrated
school social services

Statistical Code:
NoRI

Statistical Code:
RI-NoSS

Statistical Code:
RI-SS

School 1: 09X117
School 2: 09X232
School 3: 09X313
School 4: 09X339

School 1: 07X343
School 2: 07X224
School 3: 07X500
School 4: 11X566

School 1: 09X022
School 2: 08X131
School 3: 09X361
School 4: 09X219
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Appendix B
Grade 6 - All Years 2013-2018
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Appendix C
Grade 7 - All Years 2013-2018
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Appendix D
Grade 8 - All Years 2013-2018
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Appendix E
Grade 6 Yearly Analyses - Years 2013-2018
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Appendix F
Grade 7 Yearly Analyses - Years 2013-2018
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Appendix G
Grade 8 Yearly Analyses - Years 2013-2018
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